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Abstract
In this paper I account for the role of guiding intuitions in teaching, focusing on
the intuitions formed in the process of lesson planning. I start (in section one) by
reviewing some research on lesson planning to locate the role of intuition in the
process. I then turn to Wertheimer’s and Kohler’s gestalt psychology (section two)
and Dewey’s theory of consummatory experience (section three) further to clarify
and explain the process of lesson planning as the formation of guiding intuitions.
I conclude that gestalt psychology is a less promising framework for explaining
guiding intuitions than Dewey’s theory of experience.

Introduction
Prior to 1980, researchers rarely studied intuition in education. Those in the
behaviorist tradition discounted studies of teacher thinking, and regarded all talk
of intuition as mysterious nonsense. Since then, however, the cognitive revolution
has triumphed. Studies of thinking are commonplace, and have contributed to our
understanding of how novices and expert teachers perceive, understand, and act.
The current consensus is that novices require explicit rules when carrying out the
tasks of teaching, while experts, through years of experience and learning, store an
abundance of cases in long term memory, which they draw upon to perceive salient
features of situations. This enables them to act intuitively in classroom interactions
without much deliberation (Burke and Sadler-Smith, 2006).1 These studies have
focused on intuition during acts of teaching—“intuition-in-action.” In this paper,
however, I examine intuitions arising prior to teaching acts, those occurring during
the lesson planning stage that subsequently guide teaching.
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A Familiar Experience
Guiding intuitions should be familiar to education scholars. For example, we plan
our research projects. We think and read about our topic, we search the literature
and make notes. We think about a research question, the data we can gather, and
appropriate methods. At a certain point, we gain an intuitive sense of how to go on.
We have the “I’ve got this!” experience. We feel ready to prepare a research proposal.
Without that intuition we flounder. If at a certain point we submit a conference
proposal and it is accepted, we have to pull together a presentation. Conference
directors ask us not to read our papers; when presenters just read sequences of
words without a guiding inner-felt meaning, they can induce a deep coma in
their audiences. So we review our conference paper, hoping to tie its parts into an
experienced whole to guide our presentation. I will call such confidence-inducing,
excitement-generating experiences guiding intuitions. The goal of this paper is to
clarify this idea of guiding intuitions and investigate how the intuitions arise.

Guiding Intuitions in Teaching
Guiding intuitions are important not only in research but also in teaching. Teachers
have to plan their lessons to get a sense of what to do in their classrooms. Research
shows that novice teachers tend to devote somewhat more time to lesson planning
than experts. They also have more difficulty in planning. While experts may do little
more than rapidly review the day’s content, novices struggle and often fail to gain
a clear sense of the lessons they are about to teach. Both novices and experts seek
an inner organizing experience of the lesson so that they can feel secure, confident,
even excited in delivering it.
I start (in section I) by reviewing some research on lesson planning to locate
the role of these guiding intuitions. I then turn to Wertheimer’s and Kohler’s
Gestalt psychology (section II) and Dewey’s theory of consummatory experience
(section III) to seek further clarification and explanation. I conclude that Gestalt
psychology is unpromising as a framework for guiding intuition, while Dewey’s
conception of consummatory experience illuminates the lesson planning process
and its culmination in guiding intuitions.2

Part I: The Lesson Plan
The Lesson Plan and the Lesson
Lesson planning has not been extensively studied. The behaviorist paradigm discouraged studies of teacher cognition. Educational behaviorists were nonetheless
highly prescriptive, championing a rational-technical model of planning. Teachers
were directed to formulate specific learning objectives in measurable terms, to
select proven means such as lab tested curriculum materials and activities, and to
evaluate their behavior in terms of success in achieving the learning objectives. After
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1975 this paradigm lost its dominant position in educational research. Naturalistic
studies of teaching have subsequently been conducted, including a few studies of
lesson planning. Nonetheless, prescriptive models or templates for lesson plans
continue to be generated without reference to these naturalistic studies.

What Is Known about Lesson Planning?
We can learn quite a lot about lesson planning by turning to the earliest naturalistic studies of the process, which are still frequently cited. Taylor (1970)
found that teachers typically plan by considering available materials.3 As these
are reviewed, teachers consider how these might appeal to their students. They
rarely consider learning objectives or evaluation. Taylor found that teachers do
not follow the rational model of planning even when participating as members
of formal curriculum planning teams. Zahorik (1975) studied the answers given
by teachers to questions about decisions made prior to instruction.4 He classified such decisions as dealing with objectives, content, activities, materials,
diagnosis, instruction, and organization. He found that learning activities were
considered most often, but learning objectives were rarely stated and when they
were, teachers did not refer back to them in further planning activities, or follow
them in teaching. Peterson, Marx, and Clark (1978) asked twelve experienced
teachers to think aloud while planning a junior high school social studies unit.5
Like Zahorik, they found that teachers focused on subject matter content to be
taught, followed by consideration of instructional activities. Only 4% of their
statements mentioned learning objectives, the least of any of the factors. Brophy
(1980) concluded a review by stating,
The research on teacher planning indicates that teachers virtually never
follow this (rational-technical) model. Instead, their planning time is concentrated on the content that they will be teaching and the activities that
are built into the curriculum.6

What Is the End of the Planning Process?
What is the endpoint of planning? When engaging in lesson planning, what are
teachers trying to get? Clark and Yinger (1979) found that the majority of planning
was done mentally and rarely committed to paper, while the most common form
of written plan was a simple outline or list of topics to be covered. 7 These written
plans provided no more than a few minimum cues. Clark and Yinger (1979) found
that teacher planning typically is an intuitive design process, not a rational decision-making process.8 By intuitive process, they mean that in planning, teachers do
not follow explicit guidelines or engage in deliberate thinking.
With respect to activities, Clark and Yinger (1979) found teachers using a
four-step process of review.9 First, they tried to understand the activity. Second,
they imagined using it in their classrooms. Third, they considered how to modify
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the activity to suit their needs. Fourth, they created a mental image of the modified activity. When later questioned about their intended use of the activities, they
referred to this mental image rather than the original version.
Morine-Dershimar (1979) asked teachers about planning lessons for later
that day. She found, like Taylor and Zahorik, that teachers consistently mention
subject matter content and learning activities.10 And like Clark and Yinger, their
responses to follow-up questions show that they develop and then rely on a mental
image of the lesson to be taught. In short, early studies found that lesson planning
is an intuitive process involving a review of subject matter content and activities,
with an imaginative rehearsal of their use with learners in the classroom. This culminates into a mental image that guides teachers through the lessons. Contrary to
what might be thought, such fuzzy images have proven more effective than elaborate written plans. Zahorik (1970) found that the more time teachers were given
to plan, and the more elaborate the plans they made, the less likely they were to
encourage or develop students’ ideas.11
These mental images are akin to what I call guiding intuitions. How are we
to understand them? What, exactly, is this image? How does it form and how does
it guide teacher behavior? In the next two sections I consider these questions in the
context of two theoretical frameworks: the Gestalt psychology of perception and
the theory of consummatory experience.

Part II: Guiding Intuitions and Gestalt Psychology
Why Gestalt?
It is natural to turn to Gestalt psychology for insight. The classical Gestalt psychologists, Kurt Koffka, Max Wertheimer, and Wolfgang Köhler, all studied images
of wholes formed from constituent parts. They called these wholes Gestalts (from
German: Gestalt: ”shape, form”). They asked how an organized “figure” took shape
against its “ground.” In this section I ask whether the mental images that form at
the end of planning—the guiding intuitions—are Gestalts in this classical sense?
The conjecture that guiding intuitions are such Gestalts is very attractive.
First, the Gestalt psychologists gave the notion of a Gestalt clarity by providing
many perceptual paradigms of Gestalt phenomena. These brought forcefully home
both the reality and profundity of Gestalt phenomena. Second, neurobiologists have
discovered the neural bases of Gestalt phenomena. Third, the Gestaltists offered
principles of Gestalt formation to explain how minds form Gestalts. Fourth, these
principles have been employed effectively as tools in visual design. Finally, the
Gestaltists drew upon Gestalt principles to explain problem-solving. Wertheimer,
in particular, explained what he called “productive thinking” in problem solving
in terms of a culminating “insight”—a new mental image or Gestalt.
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Gestalt Images
Let’s then consider some Gestalt images. Figure 1 presents the Gestalt cow.

Figure 1. Gestalt cow.
Most observers fi rst see only an unorganized pattern of black and white
patches. A clear image of a cow presents itself, however, once specific features of
the head are indicated; for example, the black patch in the bottom left is identified
as the snout and the large black patch in the upper right as an ear—enabling the
mind to pull the parts into an organized whole. This experience is reproducible.
Once observers get the cow Gestalt, they will get it again rapidly on re-exposure;
the experience gets “stored” in long term memory and is readily re-activated.
Figure 2 presents the Kanizsa triangle and the Ehrenstein circle.

a

b

Figure 2. Kanizsa triangle and the Ehrenstein circle.
Courtesy of New World Encyclopedia.
Here the “figures” of a well-bounded white triangle and white circle emerge
against a ground even though the “boundaries” are illusory. When observers of
the Kanizsa triangle are prompted to look for a white triangle, many see a triangle
with white edges standing out against the ground. Some actually “see” complete
edges, though the whiteness of figure and ground are identical. The same visual
illusion can be observed in the Ehrenstein Circle.
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There is a good evolutionary explanation for augmented-edge perception. The
enhancement of edges in visual perception is important in survival—for example,
in detecting a predator camouflaged in tall grass. Through natural selection, animals have developed edge-enhancing visual capacities. The neural basis for these
has been discovered.12 It would, then, be a large step forward if we could bring the
study of planning into the Gestalt framework to explain the mental images or intuitions that form at the close of the process.

Dynamic Gestalts?
There are, however, obstacles in the way of this promising move. The Gestalts
studied by classical Gestaltists are direct, distinct, undeniable, and reproducible.
By contrast, the “mental images” or guiding intuitions that form in preparatory
planning share none of these properties. They may be little more than vague feelings;
they do not stand out sharply and immediately in perception against a ground; they
cannot readily be shared or reproduced. Far from being undeniable, they have been
systematically denied or deemed unworthy of study by generations of educational
psychologists. Finally, the mental images of Gestalt psychologists are static. They
come “all at once,” but do not remain in working memory as guides to subsequent
behavior. Nonetheless, the temptation to call these mental images or intuitions
Gestalts appears irresistible.
The notion of a Gestalt as a holistic guiding image is central, for example, to
Fred Korthagen’s “Realistic” pedagogy. Korthagen (2011) has studied the responses
of teachers to events during lessons that challenge these initial Gestalts.13 He notes,
however, that his use of the term Gestalt “implies a broadening of the Gestalt concept, which was originally used just to describe the organisation of the visual
field.” Korthagen proposes to use this broadened concept to stand for a “dynamic
and constantly changing entity encompassing the whole of a teacher’s . . . perceptions of the environment as well as images, thoughts, feelings, needs, values, and
behavioural tendencies triggered by the situation”—that is, the mental image or
guiding intuition.14
The question is: does calling these images or intuitions Gestalts’ improve our
understanding? Researchers can adapt any terminology they wish. Korthagen can
label the teacher’s holistic sense of the situation a dynamic Gestalt, but is any value
added by this broadened use of the term and its association with Gestalt psychology?
We understand how Gestalts form. To call mental images at the end of planning
Gestalts suggests that we understand them too—at least more than we did prior
to calling them Gestalts. But that is an illusion. Korthagen has not merely “broadened” the term, but stretched it beyond the very features of classical Gestalts that
enabled us to study and understand them.
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Gestalt Insight
Perhaps Max Wertheimer’s studies of insight in productive thinking can illuminate the
thinking in lesson planning culminating in mental images or guiding intuitions. Is lesson planning “productive thinking”? Are guiding intuitions “insights” in Wertheimer’s
sense? We must first ask what psychologists mean by “insight.” Although insight and
intuition are seen as related phenomena, they have been differentiated and studied separately. In a recent review article, Zhang, Lei and Li (2016) note that, typically, insight
comes after intuition and appears in consciousness, and that intuition is continuous
while insight is discontinuous.15 Here the term “intuition” stands for “intuition in
action.” Is Gestalt insight conceptually the same as guiding intuition? One way they
are similar is that the planning process is also intuitive, and the guiding intuition
does come after the process, at the end of the planning process. But the conceptual
fit is far from perfect. The guiding intuition, as we have been considering it, remains
inner; it does not show up as an explicit object of consciousness. And—like intuitions
in action—guiding intuitions are continuous, remaining in the flow of action to guide
subsequent behavior. This similarity leads Korthagen to call them dynamic Gestalts—as
he says, they encompass the behavioral tendencies triggered by the situation.
Kohler (1925), in his studies of chimpanzees, hung bananas out of reach and
provided chimps with boxes and sticks.16 When the subjects were unable to reach
the fruit, they paused. After some time they either joined sticks together to create a
longer stick capable of reaching the fruit, or stacked boxes so they could reach the
fruit by standing on the top box. Kohler called this “insight learning.” One might
think of the chimps behavior as akin to planning and then executing a plan; in that
way their insights would be akin to guiding intuitions.
Wertheimer took up the study of insight from Kohler and extended it to
human subjects. In a typical example, children who have already learned to determine the area of a rectangle are asked to discover the area of a parallelogram. After
some puzzlement, some children can solve the problem by cutting a right triangle
from one end of the parallelogram and pinning it to the other side of the parallelogram to make a rectangle, whose area they can then calculate (figure 3).
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Figure 3. Geometric insight.
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In both Kohler’s chimps and Wertheimer’s geometry students, insight is
somewhat static, akin to the formation of a single visual Gestalt. A single clear
insight provides a plan for a single-step action. But unlike Korthagen’s “dynamic
Gestalts,” insight does not retain its pervasive unity through change under challenging conditions. At most, Gestalt insight provides a model for the simplest case
of guiding intuition—guiding just one action step.

Productive and Reproductive Thinking
Perhaps some advance might be made by using Wertheimer’s use of Gestalt notions
in studying problem solving, as making a plan is like solving a problem. Wertheimer
distinguished between reproductive thinking and productive thinking. The former
was thinking under the control of habit. Similar problems call up similar solutions.
The solution is “reproduced.” Nothing new is added. The latter involved thinking
in unfamiliar situations. Prior routines fail to resolve present problems, and new
(for the individual) ideas or insights are needed.
In Productive Thinking (1945), Wertheimer offered many concrete examples
of movement from an initial situation (S1), where the individual is baffled and nothing makes sense, to a new situation (S2), where, after insight, everything is clear.17
Wertheimer’s examples are clear and convincing, but once again, the Gestalt insights
in productive thinking are static perceptual Gestalts. The fit of guiding intuitions
into Wertheimer’s model of productive thinking is poor. Competent teachers at
the start of lesson planning (S1) are not baffled. The situation is not meaningless.
They are acting in a field of practice with implicit rules, guidelines, and ends. They
don’t have a plan for the next lesson, but they have an available toolkit: curriculum
guides, textbooks, stock activities, internet search skills, familiarity with classrooms
and students, and so on. At the end of planning (S2) they have a plan, generally in
the form of a mental image. Once they have this plan, they feel secure, confident,
and excited. They know how to go on.

Part III: Guiding Intuition and Consummatory
Experience
Having concluded in the last section that the concept of Gestalt from Gestalt psychology offers little illumination of the guiding images formed in the lesson planning context, I consider in this section whether guiding intuitions can be elucidated
in terms of John Dewey’s theory of consummatory experience.
Dewey accounts for consummatory experiences as phases in the flow of experience, arising as people are coming to the close of “an experience” and reaching
a completion. At that phase there emerges a harmony between all elements in the
flow of the experience that have gone before as they point to what is coming into
view or is expected.
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Professor Benhur Oral (2013) has recently conceptualized an ideal of teaching
based on Dewey’s theory of consummatory experience, which, he says, “points to
what it means to be fully alive as a teacher and what happens when teaching is experienced in such a manner.”18 For Dewey, he explains, “consummatory experience is
experience in its most fulfilling form.”19 Oral’s study explores connections between
fulfilling experience in general and educative experiences guided by teachers. His
account emphasizes the rhythm of acts and undergoings, of habitual movements,
hesitations, and modifications in the course of reaching a satisfying conclusion. My
account of lesson planning below adopts and extends such an account of consummatory experiences. They are fulfilling because they bring all elements of a total
experience into a harmonious progression toward the end in view.

Dewey’s Theory of Experience
In this section I consider lesson planning as consummatory experience in its own
right, culminating in a mental image or guiding intuition.
First, it is necessary to review the elements of Dewey’s theory of experience.

Experience
For Dewey, the term “experience” has a definite meaning: “every experience is the
result of interaction between a live creature and some aspect of the world in which
he lives.” In this interaction, the creature does something and then undergoes the
effects in that aspect of the world: “A man does something; he lifts, let us say, a
stone. In consequence he undergoes, suffers, something: the weight, strain, texture
of the surface of the thing lifted.” Then, “the properties thus undergone determine
further doing.”20

Histories
The flow of lived experience, however, is episodic, not continuous, “a thing of histories, each with its own plot, its own inception and movement toward its close,
each having its own particular rhythmic movement.”21 This is the rhythm Oral
emphasizes, the succession of starts and stops, impulsions and hesitations.
In this idea of experience as a thing of histories we find Dewey’s psychology
of parts and wholes—his own Gestalt psychology. He says that understanding the
meaning of events “involves the consideration of ”total histories” or ”immanent
temporal wholes” (LW 3:87)—a daunting phrase that no one but Dewey, to my
knowledge, has ever used.22 In histories, the meaning of the parts, the meaning
of the various elements in the temporal sequence “is constituted by expected or
potential consequences, the nature of these consequences can be properly decided
only in connection with such larger histories.” Meaning in this sense–meanings of
parts in relation to meaningful wholes—then becomes central to Dewey’s account
of memory and its role in guiding behavior in concrete situations.
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Situations
Each episode in experience is uniquely situated. ”Situation,” one of the central terms in
Dewey’s theory, refers to a total context of environmental, physical, and social objects
and events as experienced by a living, dynamic organism. The situation includes not just
the objects in the environment, but also rules and norms, values, and expectations. These
do not merely surround, but saturate individuals, who thus become social through and
through. As Dewey puts this, individuals are “society concentrated,” “localized manifestations” of social life.23 The social environment as embodied in individuals shapes
action for social coordination, strengthening some tendencies and weakening others.
Gradually individuals acquire “a certain system of behavior, a certain disposition of action,” so they not only abide by the norms of the group, but “in so acting, the same ideas and emotions are aroused in them that animate the others.”24 A
musical family, for example, stimulates in its children whatever musical capacities
they possess, while downplaying other capacities. If, as a result of this stimulation,
the children do not take an interest in music and become good enough to participate
in family musical activities, they are “‘out of it’ . . . unable to share in the life of the
(family) group.”25 In short, we act within social environments which over time enter
us and shape our individuality; in this way a coordination is affected between our
bodies, activities, plans, aims, feelings, knowledge, and shared language, meanings,
social institutions, and communities of practice with shared tacit understandings.26

Action, Ends and Emotions
For Dewey, it is a matter of definition that actions are directed to ends; actions are
organic efforts or impulses with an end-in-view. Our ends and the means we take
to attain them are coordinated within our worlds of social practice. When our
actions fit with our sense of our role in situations, we are engaged. Our emotions
are aroused. To be emotionally stirred is to care, to be concerned, sharply attentive.
It is to be in a scene, not a spectator standing outside of it. The event so enters into
us, is so experienced as a part of our very own selfhood, that we are lifted up, cast
down, and attracted, so that we want to make it more fully our own, or repelled so
that we want to cast it out and destroy it.27 We care about what we are doing; we
want to achieve our ends. When we encounter obstacles, we rouse ourselves; we
make efforts to overcome them. We act in a state of emotional tension. We anticipate
and hope for success, but remain anxious about failure. A teleo-affective quality
thus pervades the field of practice.28

Pervasive Quality
When we are engaged in this manner, feeling then binds all elements of the situation
into a unified whole “with its own unrepeated quality pervading it throughout.”29
As Dewey states, “The world in which we immediately live, that in which we strive,
succeed, and are defeated is preeminently a qualitative world. What we act for, suffer,

E&C

Education and Culture

Guiding Intuitions in Education

37

and enjoy are things in their qualitative determinations.30 We are always striving
implicitly for wholeness. Our actions are regulated by the imminent qualitative
wholes towards which we are attempting to move.
A unique quality pervades every engaged experience, just as it does every
work of art. Consider the pervasive quality of Van Gogh’s painting “Starry Night
Over the Rhone” (Figure 4).

Figure 4. Vincent Van Gogh, “Starry Night Over the Rhone,”
Musée d’Orsay, Paris, first exhibited in 1889.
When first approached, the painting is felt in its wholeness; it practically strikes
one in the face. A high, almost explosive energy radiates from the sparkling stars in
the dark blue sky, and is redoubled in the shimmering gaslights reflected directly
across the blue-black river toward the viewer. It is this feeling that Dewey indicates
with the term “pervasive quality.” We feel the picture; it engages us immediately.
The pervasive quality of a picture, Dewey asserts, is not just a property of
an object, one among many other properties such as its location, dominant color,
size, or date of creation. Rather, what Dewey refers to as the “quality” is “something which externally demarcates it from other paintings, and which internally
pervades, colors, tones, and weights every detail and every relation of the work of
art.”31 Movement is regulated by the sense of that impending qualitative experience,
which looms over and guides the action sequence leading to it.
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In “Starry Night Over the Rhone” we have a clear example of such movement toward consummation. We know that Van Gogh was fascinated by the play
of light, and during 1888 and 1889, particularly by the play of light against dark. In
describing pictures he was composing at that time, the elements of light, color and
contrast dominate. These elements and their internal relationships are the things
he was manipulating to achieve sought-after overall qualitative effects.
During the years 1888 and 1889, he made many sketches and several important paintings of the effect of stars in the night sky, trying out various techniques
and apprising himself of their effects. “Starry Night Over the Rhone,” completed
in October 1888, was preceded by “Café Terrace at Night” in September 1888 and
followed by “The Starry Night” in June 1889—perhaps the most famous painting
in history. He described the first of these, “Cafe Terrace at Night,” in this way:
A huge yellow lantern lights the terrace, the façade, the pavement, and
even projects light over the cobblestones of the street, which takes on a violet-pink tinge. The gables of the houses on a street that leads away under
the blue sky studded with stars are dark blue or violet, with a green tree.
Now there’s a painting of night without black. With nothing but beautiful
blue, violet and green, and in these surroundings the lighted square is coloured pale sulphur, lemon green.32

Of “Starry Night Over the Rhone,” his description is again almost exclusively
composed of color terms and relations:
the starry sky (is) painted by night, actually under a gas jet. The sky is
aquamarine, the water is royal blue, the ground is mauve. The town is blue
and purple. The gas is yellow and the reflections are russet gold descending
down to green-bronze. On the aquamarine field of the sky the Great Bear
is a sparkling green and pink, whose discreet paleness contrasts with the
brutal gold of the gas.33

Finally, Van Gogh realized what many regard as his most impactful image of stars
in the night sky in “The Starry Night.” In planning for this picture, depicting the
view of the sky from Van Gogh’s bedroom window at the asylum at Saint-Rémy-deProvence, he made numerous sketches and paintings depicting the view at different
times of day and under various weather conditions. “The Starry Night” was the only
night view among these works, and surprisingly, Van Gogh himself regarded it as a
“failure.” Its heavy use of abstraction, employed under the influence of Gauguin, did
not produce the exaggerated but nonetheless natural effect he sought.34 Instead of
an experience marked toward its close by consummatory value, “The Starry Night”
left Van Gogh feeling unsatisfied and incomplete. Later experiences of abstract
paintings prepared viewers to take a fresh look at “The Starry Night” and respond
enthusiastically. Had Van Gogh lived longer, he too might have revised his view.
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Parts and Wholes in Planning
The same movement toward qualitative wholeness we find in Van Gogh’s progression in these sketches and paintings is found in every “history,” every experience marked off from the flow. The interactions of creature and environment
make up “immanent temporal wholes” which reach toward a “felt harmony” of
all the elements. And here is the key point about planning as consummatory
experience: this felt harmony can guide future behavior because it already holds
the future within it, just as the sought-after impact of “Starry Night Over the
Rhone” anticipated in previous sketches and paintings is already guiding the
painting of that picture. In planning, the future is brought into play through
anticipation and dramatic rehearsal, and becomes the future of these enmeshed
elements in the plan.
To repeat: the felt harmony can guide future behavior because it already
holds the future within it. This is the key in Dewey’s account of guiding intuition:
experience is not just doing and undergoing in alternation, but “consists of them
in relationship . . . the action and its consequence must be joined in perception.”35
A doing, an effort, and its result are held together in mind as sequentially joined,
enmeshed within a single experience. The meaning of each instrumental element
is determined by its place in the sequence—its pointing at the end.
In the case of planning, the meaning of the end arrived at (the plan itself) is
determined by its being both the end or culmination of that sequence of mini-histories in the planning process, and the guide in subsequent teaching. The plan is
the element in experience that mediates preparation and execution. As materials
and activities are considered for inclusion in the lesson plan, their future uses in
the lesson are already anticipated due to memory, and dramatically rehearsed. The
foreseen future enters into and qualifies the various elements brought into play;
they are related not as, for example, two distinct trees in the yard, but as
something direct and active, something dynamic and energetic . . . (that)
fixes attention upon the way things bear upon one another, their clashes
and unitings, the way they fulfill and frustrate, promote and retard, excite
and inhibit one another.36

Meaning
This composite perception of relationships among elements generates meaning.
All phases of action and undergoing in the planning process are carried forward
in working memory. The actor, when mindful, is like any artist “controlled in the
process of his work by his grasp of the connection between what he has already
done and what he is to do next.” He sees “each connection of doing and undergoing
in relation to the whole that he desires to produce.”37
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Long Term Memory
Dewey speaks frequently about past experience as it plays a role in the present. Little
was known about the neural basis of memory while he was formulating his theory
of experience, but much is known today. Memories are not so much “stored” as
consolidated, as groups of neurons primed to fire in the same pattern that created
the original experience. Each element of the remembered experience is stored in
the distinct area of the brain that was initially affected. For example, groups of
neurons in the visual cortex store a visual element in the experience while groups
of neurons in the amygdala and elsewhere store the associated emotion. The pattern may then be reconstructed when stimulated in the immediate present from
elements scattered throughout the brain in the initial encoding process. The brain
can store a limitless amount of experience, but it is continually edited and sorted
and some details are edited out.38
Dewey similarly regarded memory as a storehouse of meanings engendering
“organic modifications” that influenced subsequent reactions and interpretations:
Just as past teaching regarding sun and earth have conditioned subsequent
behavior, have produced organic modifications in the way of habit which
influence subsequent reactions, including interpretations, so with what
was taught by having been implicated in a consummatory union of environment and organism. Here too a bias in organic modification is set up; it
acts to perpetuate, wherever possible, awareness of fruitions, and to avert
perception of frustrations and inconvenient interruptions.39

In experience, decisive action is needed to “establish contact with the realities of
the world,” but breathing spaces for reception and reflection are also needed, for
otherwise nothing is absorbed—no significant organic modifications take place,
nothing “takes root in mind.” This rhythm is necessary for the construction of
intelligence in action. Action without receptive undergoing cannot contribute to
the memory store of meaningful experience. In present action, the memories of
prior experiences are stimulated and brought into play: “present doing carries in
itself meaning that has been extracted and conserved.” In receptive undergoing,
lessons from present experience are in turn absorbed into the mass of past experience, which is reconstructed for future use: “Each resting place in experience is
an undergoing in which is absorbed and taken home the consequences of prior
doing.”40 That consummation, along with the steps taken up to it, becomes the
“directly taken for granted meaning” of subsequent situations (LW 3:88) serving
as a basis of qualitative thought and intuition-in-action.41 In this way all of those
sketches and paintings preceding “Starry Night Over the Rhone” created the neural
modifications underlying the intuitions guiding the creation of that painting, which
in turn contributed to the forward progression to “The Starry Night.” However,
intervening encounters with Gauguin brought new factors—particularly the use of
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abstraction—into play, giving rise to a subsequent picture, “The Starry Night,” that
Van Gogh regarded as a failure—not a satisfactory culmination of the progression
starting with “Cafe Terrace at Night.”

Consummations
There is, Dewey says, an “unstated (dimension) in every experience. All statement
is of means; we cannot state consummations but only means to or conditions of
them.” Van Gogh can state the colors and color relations he manipulates in painting “Starry Night Over the Rhone,” but no words are adequate to capture its effect.
Consummations are ineffable.
Similarly, at the end of the planning process we get a mental image. We say “I’ve
got this,” but we cannot say what we’ve got. Consummation is, for Dewey, self-contained, immanent, conclusive of a sequence of distinct and stateable steps—not a distinct element in a sequence. It is a feeling had, a meaning sensed—that is, an intuition.
Consummations render the planning sequence whole by completing it. They relieve
the tension pervading the temporal sequence. In a planning experience, the planner
at the close no longer has to make further effort. He or she is finished, has the feeling
“I’ve got this!” A teacher who has completed planning can pause and relax and let go.
But just as consummations point backwards and depend upon their conditioning events, which also point forward in anticipation of them, consummations also point
forward to and fund subsequent “histories.” In the case of lesson plans, past, present,
and future interact. Memories built up in past histories of planning-teaching-evaluating, as well as anticipations of the future lesson being planned, both enter into the
present planning process. The consummatory mental image at the culmination of
planning points forward immediately and directly to teaching-learning engagement
for which it is the plan. Experience moves on from “I’ve got this!” to “I’m ready to go!”

Conclusion
A review of the literature on lesson planning shows that while novice teachers
depend on written plans, and experience difficulties in both lesson planning and
classroom teaching, experienced teachers rarely prepare elaborate lesson plans.
Through years of experience and learning, they store up an abundance of prior cases
in long-term memory which guide them subconsciously in the planning process. In
the planning situation, with its own unrepeated quality pervading it throughout,
they review lesson contents and possible activities, eventuating in plans as mental
images to guide their lessons.
In seeking to understand this process, this paper first reviewed the contributions of the classic Gestalt psychologists to the understanding of the formation
of such guiding mental images. The key concepts of Gestalt psychology proved to
be unpromising in accounting for the guiding images arising at the culmination
of the lesson planning process.
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Dewey’s theory of experience, on the other hand, provides a useful framework, accounting for these guiding images as consummatory moments within the
experiential continuum. Novice teachers have very little prior teaching experience
to fund their awareness and discrimination in the planning process. They also have
relatively little familiarity with the teaching toolkit—content resources, teaching
materials, activities. They have little to go on in observing, selecting, and organizing such elements into a coherent and suggestive pattern for classroom use. Few
relevant elements from prior experience are already at work in the planning situations as they experience them. They may, in addition, be bewildered by prescriptive
models of planning—for example, rational-technical models requiring elaborate
specifications of learning objectives—acquired from teacher education programs
and textbooks. Experienced teachers, by contrast, have both a large store-house of
memories—biased in the direction of memories of what worked in concrete circumstances—and familiarity with an ever-expanding set of tools.
This background of experience conditions experienced teachers as they
approach planning situations. Each planning episode is a “history” marked off
from the flow of experience, in which memory shapes the pervasive quality of
the situation, which is marked by a rhythmic tension between effort and relief. A
number of content sources are considered, and then one or more are selected. A
number of activities for handling the content—discussion, cooperative learning
groups, mini-lectures—are considered, and a few are selected. In light of the time
constraints and the range of learning styles, and the talents and limitations of actual
students, a few possible activity sequences are considered until one rings a bell.
In an effective planning episode, teachers are, as Oral notes, fully alive in the
present. They are not mechanically connecting means to learning aims dictated
by curriculum guides, which may leave them cold. Instead, all of their relevant
memories and anticipations—their pasts and futures—come together (generally
below the surface of consciousness), shining light on the present, and showering the
objects held in view with meaning. Here “meaning” signifies that these objects—the
subject matter contents, materials, and learning activities, in a given arrangement
seen as conducive to a lesson anticipated as effective and enlivening—are held in
mind simultaneously. When such a mental image arises, the planning experience
is marked by a consummatory quality.
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